Este artigo apresenta o quadro teórico, a conceção e a avaliação dos resultados do projeto internacional Strong de investigação prática no que à implementação de estratégias de prevenção da violência nas escolas diz respeito através da promoção da resiliência.
Introduction to the STRONG1 project and its goals
Between
Resilience promotion as means of violence prevention in schools
To reach the aforementioned goals in the most effective way, findings from research have to be taken into account and an empirically sound base has to be applied.
The development of violent behavioural tendencies
Approaching the concept of violence from a theoretical perspective, the spectrum of applied definitions of violence and violent behaviour is vast and highly dependent on the scientific traditions from which they originate, their cultural embedding or the focus of underlying empirical designs. Most of these definition consider either biological, psychological or social determinants of violent behaviour, however a holistic combination model of all three factors is highly promising. Therefore the bio-psycho-social explanation model (figure 1) has served as a theoretical basis in the STRONG project. 
Individual mental structure
There are four key components of the personality structure of children and adolescents who display aggressive/violent behaviour or suffer from disorders in social behaviour (Schmeck, 2003; Resch, 2004; Wurmser & Papousek, 2004; Essau & Conradt, 2004; Fröhlich-Gildhoff, 2006 
Social environment and situational triggers
In addition to biological preconditions, individual psychological dispositions and the structure of the social environment, there are situational triggers, which facilitate the realisation of aggressive or violent behaviour:
• ambiguous social situations, • excessive situational demand or confrontation without flight possibilities,
• social environments which tolerate violence (e. g.
peer groups with a positive attitude towards violent behaviour),
• influence of drugs and alcohol • media can trigger psychologically unstable children and adolescents (Borg-Laufs, 1997; von Salisch et al. 2005; Selg, 2003) .
Prevention programmes
When it comes to the prevention of violent behaviour usually two types of programmes are implemented:
the first focuses on the violent behaviour and aggressive tendencies of the individual to address these patterns directly (e. g. Cierpka, 2001) , the second type focuses on strengthening the child's abilities to develop general life skills and resilience (e. g. Fröhlich-Gildhoff et al, 2012) . Results from prevention research has shown (summarised from Beelmann, 2006 , Bengel et al. 2009 , Durlak & Wells, 1997 Durlak 2003; Heinrichs et al., 2002) • that the promotion of general developmental capabilities produces better long-term effects than the prevention of isolated behavioural disorders.
• that preventions programmes are more successful if they follow a multi-systemic approach ( e. g. including children, parents and professionals).
• that programmes longer than six months have more sustainable effects than short-term interventions or isolated training sessions.
• that well-structured programmes providing be- This shift signifies a change in perspective from a deficit-oriented view towards a strength-and resourceoriented view instead (Lösel & Bender, 2007; Luthar, 2006; Opp & Fingerle, 2007; Petermann et al. 2004; Werner 2007) . Longitudinal studies, for example the Kauai-study (Werner, 2000; or the Mannheimer risk child study (Laucht et al. 2000) , (Lösel & Bender, 2007; Bengel et al. 2009; Werner, 2007; Wustmann, 2004; Fröhlich-Gildhoff & Rönnau-Böse, 2014 ).
The most important protective factor for mental wellbeing is the experience of a secure and stable relation to a 'significant' adult, the experience of secure attachment (Werner, 2007; Rönnau-Böse, 2013 ). Luthar (2006) summarizes the results of 50 years of resilience research as follows: "resilience rests, fundamentally, on relationships" (Luthar, 2006, p. 780) .
On a personal level there are six competencies, which promote resilience:
Resilience is not an inherited characteristic, but is developed during the course of life, and it is dynamic, meaning that its development depends on experiences made whilst managing difficult tasks in real life.
In this respect it fits well, but is not identical to the life skills concept 2 (WHO, 1994; UNICEF 2011) .
Current research shows the special importance of (early) childhood years for the development of cognitive, emotional and social development of children (e. g. Dornes, 1997; 2009; Hüther, 2005; Petermann et al., 2004 ). This in turn leads to the special importance of early preventative promotion of self-esteem, selfefficacy, exercising self-control, social competences and problem-solving strategies to generally enhance the management of changes and crisis. A lot of prevention programmes have been created and evaluated for school children. Focussing on this age group offers various opportunities:
• being able to reach almost the whole age cohort through compulsory schooling in most European countries,
• applying the setting approach and by that including children, parents, teachers, social workers and the school as an institution,
• catering for local needs by using the information the school has by being a well-established institution in the area,
• using the fundamental influence of teachers and social workers on the development of children (e. • It follows the setting approach and addresses children and their families, teacher, pedagogical staff and the school as an institution.
• It empowers pedagogical staff to implement inclassroom activities to tackle violence and promote resilience by special training sessions and though practical guidance.
• 
Evaluation design
As previously discussed, the multi-level approach proved to be the most powerful strategy in resilience promotion. Therefore pupils as well as teachers and other pedagogical staff participated in the evaluation process. Figure 3 shows the scheme of the evaluation design, which consisted of a pre-post test mixed methods design with additional process evaluation components. The implemented methods will be discussed in chapter 4.1 for the pupil level and in chapter 4.2 for the teacher and pedagogical staff 4 . where it has been implemented for several years (Alvant, Elgemyr & Gustafsson Figueroa, 2012 ). Also open-ended questions to assess the reaction patterns of the teachers concerning incidents involving violence in the school were included in the pupils' questionnaire. • 
Evaluation instruments on the pupils level Qualitative methods

Mapping
Quantitative methods
The quantitative instruments, which have been applied, consisted of three scales from two standardized instruments:
• the job satisfaction scale (assessment of the degree of satisfaction with the job situation) and the emotional exhaustion scale (assessment of the extent of feeling drained by the job) from the Hamburger Burnout Inventory (Burisch, 2006) for which only
German norm values are available. The instrument provides a rating of being at risk to suffer from burn-out syndrome though individual scores.
• the general self-efficacy scale (assessment of a positive self-belief including confidence in the capacity to perform difficult tasks successfully) (Schwarzer & Jerusalem, 1995) , which is available in several languages and with different national reference values.
Several questions in closed format were added to the standardised items concerning their reaction to incidents involving violence, the strategy of the school to tackle violence, their co-operation with colleagues and external experts and their perception of the wellbeing of the pupils.
Project results
In this chapter the quantitative results will be presented. It should be clarified that the term `national´ is being used as a descriptive term referring to the specific subsamples of the project, but does not make representative statements about the five participating countries in general. As mentioned before, some quantitative instruments were only available in German and with German-speaking reference values. For these instruments the results should be interpreted with caution. Whenever international reference values were available, they have been applied.
Sample description
The following table shows the pupils and teachers sample differentiated by country and measuring point. 
Results from the pupils sample
For the scales taken from the KIDSCREEN inventory, different national reference values are available for four age and gender-divided subgroups. In the following only the analysis of the complete pupils sample will be discussed. • Hidden accessibility structures in the school envi-ronment were discovered by the teacher through the discussion with the pupils: It became obvious to the school staff that some areas of the schoolyard are only accessible to certain pupils. In some cases the class cohort was the differentiating factor (e. g.
five-graders are not allowed in the soccer field, but can only go to the playing ground during breaks) in other schools a gender-segregation could be found.
• The presence of older pupils causes discomfort in some younger pupils, which in some cases make younger pupils take long or dangerous detours to other school buildings.
• The way to and from school proved to also be a factor when pupils detected incidences involving violence (e. g. during waiting for the school bus), when in some schools caused some discussion, because the teacher are not accountable for the safety of the children outside the school premises.
Results from the pedagogical staff sample
In the questionnaires for the pedagogical staff an inventory for burn-out syndrome was applied, which does not The number of teachers being dissatisfied with their job shows a slight decrease between the two measuring point in the German, Polish, Portuguese and Swedish sample. However, from 169 participating teachers in total at the first measuring point only two persons at the most were at risk of being affected by the experience of job dissatisfaction. Other quantitative and qualitative evaluation components have shown similarities in all five countries:
• In the evaluation of the cooperation with externals it was obvious that the cooperation was underdeveloped and needs to be extended. In Sweden the cooperation with social workers seems to be closer, whereas in France professionals from the health systems seem to be the largest group of externals involved in schools. The weakest cooperation in all five countries however seems to be with externals form the judicial system.
• Participation of and insight though externals is helpful to receive an outside view on their school and the needs. Almost all teachers emphasised that they experienced the approach through the need and strength analysis and the thereof resulting school-specific strategy development as very beneficial.
• Providing time to address issues of prevention and the support of the school board was crucial to the success and sustainability of the project.
Teachers said that the trainings and the toolbox of in-classroom activities will elongate the effects of the project, but a certain timeframe outside of the content-packed curriculum teachers have to live up to, school board should make prevention and resilience promotion a priority and provide it with adequate resources. 4 In this article only the mandatory evaluation components will be described. In some consortium countries additional qualitative and quantitative instruments, e. g. additional questionnaire scales or qualitative group interviews with pupils have been used. Explorative questionnaires have also been used in two pre-studies by the French and Portuguese consortium countries.
